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Abstract
The purpose of this quantitative study was to analyze the data from schools that have and have
not implemented AVID for at least three years to determine what difference, if any, existed
between the schools’ racial discipline gap. This study compared both the suspension and
expulsion outcomes of students of color and White students in Minnesota secondary schools with
a racial diversity of 30% or greater Students of color. The results of this study indicate that Black
students in schools with AVID programs were significantly more likely to be expelled compared
to Black students in schools that did not have AVID programs. Multiracial students in schools
with AVID programs were slightly more likely to be expelled compared to multiracial students
in schools without an AVID program. White students in schools with AVID programs were
slightly more likely to be expelled compared to White students in schools without an AVID
program. There was no significant difference in expulsion rates between Hispanic, White, Asian,
Pacific Islander, or Native American students in schools with and without AVID programs.
There was no significant difference in suspension rates between Hispanic, White, Asian, Pacific
Islander, multiracial, Native American, or Black students in schools with and without AVID
programs. The findings suggest that while AVID has positive influence on students’ academic
achievement, further research is needed to explore the influence of AVID on discipline. Future
research focused on the integration of AVID and a Positive Behavior Interventions and Supports
(PBIS) system implemented with fidelity within schools’ discipline management could provide
additional insights.

3

Acknowledgments
I would like to acknowledge, first and foremost, the Lord God Almighty. His grace and
mercy alone are what enabled me to complete this work. Secondly, I would like to thank my wife
Mikayla for all of her encouragement, support, and motivation throughout this process. Thirdly, I
would like to thank my brothers in ministry, Chris Auer, Darryl Payton, Nick Valentini, Collin
Becker, Mitchell Fontaine, Andrew Cordell, and so many others within our church body who
gave me inspiration, fervent prayer, and motivation to keep pushing until the end. Next, I would
like to thank my family for all of their prayers and love throughout this project. I would also like
to thank Dr. Tracy Reimer for her incredible mentorship, guidance, and energy put into this
dissertation. Finally, I would like to thank Dr. Krista Soria and Dr. Darryl Payton for the hours of
editing and revising they put into this work.

4

Table of Contents
List of Tables .................................................................................................................................. 7
List of Figures ................................................................................................................................. 8
Chapter 1: Introduction ................................................................................................................... 9
Statement of the Problem .......................................................................................................... 11
Purpose of the Study ................................................................................................................. 17
Research Questions ................................................................................................................... 17
Significance of the Study .......................................................................................................... 17
Definition of Terms................................................................................................................... 20
Achievement gap: The difference “between how well low-income and ...................................... 20
Organization of the Remainder of the Study ............................................................................ 21
Chapter 2: Literature Review ........................................................................................................ 22
Educational Reform .................................................................................................................. 22
The Academic Achievement Gap ............................................................................................. 24
The Discipline Gap ................................................................................................................... 26
Long-term Effects of Racial Gaps in Education ....................................................................... 29
Culturally Responsive Instruction............................................................................................. 30
Advancement Via Individual Determination (AVID) .............................................................. 32
Critical Race Theory ................................................................................................................. 37
Conclusion ................................................................................................................................ 39
Chapter 3: Methodology ............................................................................................................... 40
Introduction ............................................................................................................................... 40
Application of Theoretical Framework ..................................................................................... 40

5

Research Design........................................................................................................................ 40
Research Questions ................................................................................................................... 41
Variables ................................................................................................................................... 41
Instrument and Measures .......................................................................................................... 42
Sampling Design ....................................................................................................................... 42
Data Collection Procedures....................................................................................................... 43
Data Analysis ............................................................................................................................ 43
Limitations and Assumptions ................................................................................................... 44
Ethical Considerations .............................................................................................................. 45
Chapter 4: Results ......................................................................................................................... 46
Analysis of Data to Determine Differences in Suspensions Between Schools with AVID
Compared to Schools Without AVID ....................................................................................... 48
Analysis of Data to Determine Differences in Expulsions Between Schools With AVID
Compared to Schools Without AVID ....................................................................................... 49
Summary of Findings ................................................................................................................ 50
Chapter 5: Discussion, Implications, Recommendations ............................................................. 51
Research Questions ................................................................................................................... 51
Hypotheses ................................................................................................................................ 52
Conclusions ............................................................................................................................... 52
Implications for Practice ........................................................................................................... 55
Recommendations for Future Research .................................................................................... 56
Concluding Comments.............................................................................................................. 58
References ..................................................................................................................................... 59

6

List of Tables
1. School Demographics by Population, AVID, and Discipline Percentages .............................. 47
2. School Demographics Comparing Discipline Rates with AVID and Non-AVID Schools ...... 47
3. Student Suspension Rates in Schools with and without AVID Programs by Racial Group..... 48
4. School Expulsion Rates in Schools with and without AVID Programs by Racial Group ........ 49
5. Analysis Results for Suspension and Expulsion Rates ............................................................. 50

7

List of Figures
1. Percentage of Students in MN who Graduated in 2020, by Race/Ethnicity ............................. 13
2. Minnesota K-12 Disciplinary Actions ...................................................................................... 14

8

Chapter 1: Introduction
White supremacy operates heavily within the United States’ society at large, so
educational institutions have a critical role in bringing transformative justice to communities
(Anand, 2020; Anderson & Ritter, 2017). The current system of education fails to deliver quality
education to students of minority groups compared to White students (Anderson & Ritter, 2017;
O’Connor, 2010). A growing achievement gap between students of color and White students and
lower graduation rates for students of color are evidence of widespread effects of institutional
racism within the educational system (Anderson & Ritter, 2017; O’Connor, 2010). In addition to
academic gaps, researchers have documented a significant discipline gap between students of
color and White students. In school districts across the nation 25% of students suspended are
Black although only 8% of the school population is Black (Gopalan, 2019).
Nearly two million American students are suspended from school each year, resulting in
students missing a total of 18 million instructional days (Minnesota Department of Human
Rights, 2017). In 2017 in Minnesota schools, 29,414 school days were missed by students due to
almost 50,000 suspensions and expulsions. Students of color comprised 31% of the state’s
student body; yet, students of color received 66% of all suspensions and expulsions (Minnesota
Department of Human Rights, 2017). These statistics are cyclically detrimental because
suspensions are associated with adverse effects on students’ learning climate, a rise in disruptive
behavior, and increased punishment for students (Anderson & Ritter, 2017; Cagle, 2017; Woods,
2020). Students who are absent from the classroom have lower graduation rates and a lower
chance of achieving success in postsecondary education, quality jobs, and a higher
socioeconomic later in life (Minnesota Department of Human Rights [MDHR], 2017).
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Minnesota has one of the country’s highest racial disparity rates in education (MDHR,
2021). Black students are eight times more likely to get suspended or expelled than White
students and Indigenous students are 10 times more likely to be suspended or expelled than their
White peers (MDHR, 2021). As a result, 42 schools are partnering with MDHR to analyze the
discriminatory racial practices in their schools and are building systems to create more equitable
and inclusive educational environments for their students. Staff at each school work with the
Department of Human Rights and the Department of Education through quarterly meetings,
analyzing data, and sharing resources, in order to develop practices that provide an education
system where students of color can experience equitable success.
The identified disparities in educational opportunities and outcomes have led school
districts to seek research-based strategies to address the inequities. Advancement Via Individual
Determination (AVID) is a nationally renowned program that has been widely implemented in
Minnesota schools with the aim of closing the achievement gap in college graduation rates
among diverse and underrepresented demographics (Pugh & Tschannen, 2016). AVID includes
professional development, a suite of resources, and ongoing support. AVID training is aimed to
help teachers more naturally connect with students from different backgrounds.
AVID helps teachers better serve their diverse students by creating a culturally relevant
classroom (AVID, n.d.). Suggestions of simple steps to create a more culturally relevant
classroom include greeting students at the beginning and end of the day, having students look at
their peers when talking and not just the teacher, and sharing personal stories as a teacher to
strengthen the relationships with students (AVID, n.d.). Expectations, equity, and excellence are
incorporated into AVID through the ideas that class and race should not predict success or
failure, teachers ought to build partnerships with parents based on shared interests, and schools
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should be aligning discipline practices with educational goals (AVID, n.d.). Teaching soft skills
and academic behaviors are additional focus areas of AVID that helps teachers better understand
their diverse students (AVID, n.d.). Soft skills at the elementary level include notetaking,
organization, academic skills, critical thinking, and time management (AVID, n.d.). Programs in
AVID that help students gain soft skills include collaborative study groups, Socratic seminars,
and peer tutoring (AVID, n.d.). AVID’s inclusive best practices may have a secondary benefit
related to more equitable discipline practices.
Statement of the Problem
American schools are challenged by systematic racism (Anderson & Ritter, 2017;
Villavicencio et al., 2020). Systemic racism is evident in academic and graduation achievement
gaps and the discipline gap between underrepresented students and White students (Anderson &
Ritter, 2017; Annamma et al., 2014; Gagnon et al., 2016; Gregory et al., 2016). The gaps have
been elusive with rare success in addressing the inequities (Annamma et al., 2014). Minnesota’s
education system has been called to address the inequities in suspension and expulsion rates in
order to better serve students, families, and communities (Giordano et al., 2021); yet, those gaps
between students of color and White students remain. Figure 1 displays disparities in Minnesota
K-12 high school graduation rates by race/ethnicity in 2020 (Minnesota Department of
Education, 2020). As demonstrated in Figure 1, White students and Asian students have the
highest rates of graduation (84% and 87%, respectively), followed by Hawaiian/Pacific Islander
students (74%), multiracial students (73%), Hispanic students (72%), Black students (70%), and
Native American students (57%).
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Figure 1
Percentage of Students in MN who Graduated in 2020, by Race/Ethnicity
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A decade of research regarding school discipline has made society aware of the
disproportionate school suspensions for students of color (Cagle, 2017). There is a growing
concern for the long-term, negative repercussions Black students experience when they are
repeatedly suspended for offenses that their White peers are also committing while not receiving
any disciplinary action (Anderson & Ritter, 2017; Cagle, 2017; Chu & Ready, 2018). Suspended
students have lower course completion rates, are more likely to drop out, have weaker
attendance, and are less likely to graduate within four to six years (Chu & Ready, 2018).
Exclusionary discipline practices such as suspensions are associated with lower grade retention
and higher involvement in the juvenile justice system (Anderson, 2018).
Figure 2 below reveals K-12 disciplinary actions in Minnesota (Minnesota Department of
Education, 2020). The percentage of statewide K-12 fall enrollment is highlighted in blue and the
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percentage of statewide K-12 disciplinary actions is highlighted in red. As demonstrated below,
there are significant disparities in disciplinary actions by students from different racial and ethnic
backgrounds.
Figure 2
Minnesota K-12 Disciplinary Actions
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Note. Red: Percentage of student disciplinary actions in MN, according to race/ethnicity. Blue:
Percentage of student enrollment in MN, according to race/ethnicity.
Black students who are suspended have a higher probability of delinquency compared to
White students, which bridges racial bias in the education system to increased incarceration rates
(Anderson & Ritter, 2017; Cottrell, 2018). The school-to-prison pipeline is the name given to the
disproportionate funneling of students of color from school into the criminal and juvenile justice
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systems (Hamer & Johnson, 2021). The school-to-prison pipeline is perpetuated by factors such
as discrepant teacher expectations, racism within schools, and racism within society (Grace &
Nelson, 2019). Students involved in the school-to-prison pipeline are often targeted by authority
figures and are susceptible to recidivism (Mallett, 2016). The school-to-prison pipeline is just
one manifestation of the reality of culturally insufficient pedagogy and preparation in teacher
education programs and schools around the nation (Hamer & Johnson, 2021).
The absence of cultural synchronization among students and teachers has been credited
with inequitable race-based practices in school discipline (Ramsay-Jordan, 2020). Students in
schools around the nation are becoming increasingly racially diverse, while their teachers remain
predominantly White. At the turn of the century, 98% of the teachers in rural area schools were
White and over 40% of our public schools in America lacked a single teacher of African
American descent (Sweatt, 2018). In 2015, teachers of color in Minnesota represented
approximately 4% of the entire teaching force, although students of color comprise 30% of the
total K-12 population in Minnesota (Sanchez, 2015). Inequities are exacerbated as White
teachers often have lower expectations for their students of color versus their White students
(Villavicencio et al., 2020).
White school staff, including principals, are inattentive to the challenges their colleagues
of color confront on a regular basis (Sweatt, 2018). Even when school leaders attempt to
advocate for racial justice, White staff may sometimes show resistance to the change (Lac &
Baxley, 2019). A contributing factor is that White administrators can be supportive of underlying
racial oppression, whether they know it or not (Sweatt, 2018). For example, these dynamics
occurred when an anti-Black school climate within Liberty High School became hostile,
according to its Black Student Union members (Lac & Baxley, 2019). The school’s principal had
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a goal of pursuing social justice and incorporating student voice. One variable that affected racial
justice occurring within Liberty was the White school staff resisting social change.
Further professional development in schools and districts focused on addressing racial
gaps is necessary (Gregory et al., 2016). In acknowledgment of the deficit, schools around the
nation have begun to offer on diversity, equity, and inclusion training (Harrison-Bernard et al.,
2020; Reed et al., 2020). Professional development can improve teachers’ ability to identify
incidents of color-blind racial attitudes, implicit bias, and failure to differentiate (HarrisonBernard et al., 2020). For example, when teachers increased pedagogical skills that engaged
students in high-level inquiry and analysis, Black students received much lower discipline
referrals (Gregory et al., 2016).
Teachers’ self-efficacy regarding comfortably speaking with others from a different
culture than their own and knowing how to acknowledge bias while mentoring underrepresented
student groups can increase through professional development opportunities that are centered
around diversity, equity, inclusion, and implicit bias (Anderson & Ritter, 2017; Harrison-Bernard
et al., 2020). Effective professional development opportunities addressing the discipline gap are
frequently led by school psychologists because of psychologists’ unique perspectives of students
through a behavioral, emotional, and mental point of view (Albritton et al., 2016). From this
unique perspective, school psychologists have created professional development such as
evidence-based curriculum design that helps improve literacy skills and early language in
students (Albritton et al., 2016). Though professional development is imperative to addressing
the discipline gap, school districts traditionally piecemeal together opportunities for diversity,
equity, and inclusion professional development training as no comprehensive program has been
established (Gregory et al., 2016).
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Advancement Via Individual Determination (AVID) is an initiative designed to address
the disproportionate education outcomes between Students of color and White students (AVID
Center, n.d.). AVID is a nationally renowned program that has been widely implemented in
Minnesota schools with the aim of closing the achievement gap in college graduation rates
among diverse and underrepresented demographics (Pugh & Tschannen, 2016). AVID includes
professional development, a suite of resources, and ongoing support. The results of AVID
implementation have been encouraging: low-income, first-generation AVID alumni (high school
graduates) who attend college are four times more likely to graduate than their national peers.
Forty-two percent of low-income, first-generation AVID students who attend college graduate
within six years with a four-year degree (Pugh & Tschannen, 2016).
AVID’s success is shown through several testimonies; for instance, Goines et al. (2017)
found that the AVID program was successful in assisting African-American male students to
surpass institutional barriers. The AVID program’s ability to form successful relationships
among students and teachers has led to its success (Goines et al., 2017). A goal of AVID is to
help students master content with a more personalized method. Teachers utilize students’
experiences and incorporate them into the academic content. AVID enables teachers to utilize
instruments more effectively by helping to change the culture of schools and classrooms (AVID
Center, n.d.). When the culture of classrooms or schools change, educators begin to see a shift
towards more equity-based disciplinary practices (AVID Center, n.d.). AVID has conducted
qualitative and quantitative research documenting the program’s success in addressing the
achievement gap (Giordano et al., 2021); however, no researchers have documented AVID’s
potential to address the discipline gap. There is a need for research about whether AVID can be a
potential tool to support schools and districts in closing the discipline gap.
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Purpose of the Study
The purpose of this quantitative study was to examine whether there is a statistically
significant difference in the suspension and expulsion rates between schools that have and have
not implemented Advancement Via Individual Determination (AVID) for at least three years.
This study compared the suspension outcomes and expulsion outcomes of students of color and
White students in racially diverse Minnesota secondary schools to explore if AVID was
associated with teachers’ disciplinary practices.
Research Questions
RQ1: What difference, if any, is there in the suspension rate between students of color
and White students in racially diverse secondary schools that have implemented AVID and
racially diverse secondary schools that have not implemented AVID?
RQ2: What difference, if any, is there in the expulsion rate between students of color and
White students in racially diverse secondary schools that have implemented AVID and racially
diverse secondary schools that have not implemented AVID?
Significance of the Study
A more equitable learning environment is a need in the U.S. education system (Anderson
& Ritter, 2017; Katz-Amey, 2019). High school degree attainment is one indicator of an
equitable environment within schools nationwide; yet, Taylor et al. (2021) warned that the
United States may lack an adequate, educated workforce to keep the economy running in the
future. Schools are experiencing a racial high school graduation gap and have implemented
policies, resources, and opportunities to combat this gap (García-Pérez & Johnson, 2017).
Decreasing the graduation gap within the U.S. would create a more equitable learning
environment in schools (García-Pérez & Johnson, 2017; Taylor et al., 2021).
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Buckley (2021) explained that a more equitable learning environment can be achieved
through making a safe and supportive context for belonging, healing, and learning. When schools
emphasize time and space in the schedule for students and staff to gather regularly in settings
such as advisory courses, town hall meetings, and other settings, it promotes a students’ sense of
belonging, ownership, and agency in the school (Learning Policy Institute & Turnaround for
Children, 2021). Despite a long history of social and institutional hurdles, Black men are still
able to attain successful academic outcomes and attend college (Rhoden, 2017). Three sorts of
trust were found to be helpful in achieving college attendance within a Rhoden (2017) study:
trust in oneself, trust in close others, and institutional trust. Trust may be built when
organizations are prepared to create a secure, loving environment that values all students’
inherent strengths (Rhoden, 2017).
Efforts put forth in school climate also display an increase in safety and a decrease in the
school-to-prison pipeline for Black students (Basford et al., 2021). When school staff focus on
targeting youth who have experienced or are at risk of the school-to-prison pipeline, they tend to
exemplify institutional plasticity (Basford et al., 2021), which occurs through innovative
programming, carefully recruited and trained staff, a family-like atmosphere, wrap-around
services, and flexible scheduling for sporadic attendance. The implications of institutional
plasticity identify aspects of adaptability that should be considered in various contexts (Basford
et al., 2021).
In Minnesota, each student costs the state an average of $12,910 per year (National
Center for Science and Engineering Statistics, 2022). The cost is disaggregated by
administration, student support services, instruction, operations, and instruction-related costs
(Hanson, 2021; National Center for Science and Engineering Statistics, 2022). Schools lose
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funding for each student who is not attending school (Skinner et al., 2020). There is a school-toprison pipeline that disproportionately funnels Students of color from school into the criminal
and juvenile justice systems (Annamma et al., 2014; Aronowitz et al., 2021; Dutil, 2020; Grace
& Nelson, 2019; Hamer & Johnson, 2021). Minnesota spends $104 every day on each prisoner
within the penile system (Minnesota State Legislature, 2022). When thousands of students of
color are disproportionately suspended every year, schools not only perpetuate racism within the
education system—they also lose crucial amounts of money (Annamma et al., 2014; Grace &
Nelson, 2019).
A documented barrier to graduation among students of color is the exclusionary
discipline practices in K-12 schools. A learning environment cannot be labeled as multicultural,
culturally responsive, or equitable if students of color are being sent out of classrooms on a
regular basis (Katz-Amey, 2019). Students of color have exceptionally higher rates of legal
charges and expulsions from school than their White peers (Martin et al., 2016). The AVID
program has the potential to reverse those trends because it aims to improve teachers’ cultural
competence practices by having them view students from different cultures with more informed
perspectives. Even when cultures have different learning structures, lowered expectations should
not occur (AVID Center, n.d.). AVID’s guiding principle states, “With AVID, schools provide
the high expectations, access, and support students need to succeed in rigorous courses” (AVID
Center, n.d. p. 2). The academic proficiency of schools that implemented AVID increased over
four years, while non-AVID schools with similar demographic profiles lacked improvements
(Watt et al., 2017). AVID’s research has narrowly focused on the achievement gap (AVID, n.d.;
Watt et al., 2017); therefore, more research is needed to examine AVID’s potential to support
schools and districts in addressing the discipline gap.
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A thorough understanding of the benefits to students’ participation in AVID
programming will aid districts in professional development, decision making, and planning.
Specifically, districts have limited funds and time allotted to professional development and a
plethora of improvement areas in which to invest. A better understanding of AVID students’
outcomes will guide administrators’ decisions and may lead to improved culturally competent
discipline practices, which increases students’ attendance and ultimately students’ achievement.
Definition of Terms
Achievement gap: The difference “between how well low-income and
minority children perform on standardized tests as compared with their peers. For many years,
low-income and minority children have been falling behind their White peers in terms of
academic achievement” (U.S. Department of Education, 2004, p. 1).
Critical race theory (CRT): The framework to examine power structures that perpetuate
racial inequities. Critical race theory has a goal of transforming racial hierarchical lines and
exploring the disciplinary actions enforced on marginalized students (Bartosh, 2021).
Culturally responsive instruction (CRI): A student-centered approach to “teaching in
which the students’ unique cultural strengths are identified and nurtured to promote student
achievement and a sense of well-being about the student’s cultural place in the world” (Kentucky
Department of Education, 2021, p. 1).
Discipline gap: Students of color receive disproportionate rates of disciplinary action in
schools as compared to their White peers. Disciplinary referrals lead to ramifications such as
suspensions, expulsions, or exclusion from the classroom, which may result in academic gaps
(Gregory et al., 2010).
Institutional racism: Racial inequalities found in policies and routine practices in
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institutions that accumulate over time, which impact areas such as education, employment,
housing, and policing (Phillips, 2010).
Race: Ascribed “category of persons with shared genetic, biological, and physical
features… race [is] a socially constructed category defined largely by physical differences”
(Wakefield & Hudley, 2007, p. 148).
Racial disparities: The “imbalances and incongruities between the treatment of racial
groups, including economic status, income, housing options, societal treatment, safety, and
myriad other aspects of life and society” (Howard Law Library, 2018, p. 1).
Rural: Within the countryside (Cambridge Dictionary, 2021).
Secondary schools: Schools “for children between the ages of 11 and 17, approximately”
(U.S. Department of Education, 2021, p. 53).
Systematic racism: Policies and practices that exist throughout a whole society or
organization, and that result in and support a continued unfair advantage to some people and
unfair or harmful treatment of others based on race (Cambridge Dictionary, 2021).
Urban: Within a city or town (Cambridge Dictionary, 2021).
Organization of the Remainder of the Study
Chapter 2 reviews literature relevant to this study, including the academic achievement
gap, critical race theory (CRT), culturally responsive instruction, the discipline gap, institutional
racism, race, racial disparities, and systemic racism. Chapter 3 discusses methodology, including
research design, research questions, hypotheses, variables, instrumentation and measures,
sampling design, data collection procedures, data analysis, limitations and delimitations, and
ethical considerations. Chapter 4 reveals the findings from the study and chapter 5 discusses the
implications for practice and recommendations for future research.
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Chapter 2: Literature Review
Educational Reform
Since 1954, national reform attempts have been at the forefront of education in the
United States. Many school leaders have been faced with the pressing requirement to effectively
lead adaptive, complex change since the publication of A Nation at Risk (1983), and more
recently with the No Child Left Behind Act (2001) and, most recently, the Every Student
Succeeds Act of 2016 (Drago-Severson et al., 2012, 2014; Glatter, 2006; Ruff & Shoho, 2005).
The President announced National Education Goals (1990), which were then endorsed by the
Governors (Public Broadcasting Service, 2005). By the year 2000, the six goals, which were
eventually expanded to eight, were supposed to have been met:
1. All students arrived at school prepared to learn.
2. The graduation rate from high school rose to at least 90%.
3. All students gained proficiency in difficult subject area.
4. Teachers were equipped with the necessary information and abilities.
5. American students were the best in the world at math and science.
6. Every adult in the United States was literate.
7. There were no firearms, drugs, or alcohol in schools, and they were safe and
disciplined.
8. Parents were encouraged to participate and be involved in their children’s education
(Public Broadcasting Service, 2005).
The Improving America’s Schools Act (IASA) was passed in 1994, reauthorizing the
1965 ESEA. The IASA provided additional funds in combination with Goals 2000 to improve
the delivery of education, update instructional and professional development to correspond with
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high standards, reinforce accountability, and promote resource coordination to improve
education for all students (Public Broadcasting Service, 2005). Despite the need for good
leadership and the evolution of accountability measures over time (Taylor, 2010), the
organization of education and classroom instruction remain unchanged (Cuban, 2012). Over
10,000 schools across the country were identified as in need of improvement, with another 2,300
schools requiring reorganization (Adelman & Taylor, 2011).
According to Minnesota legislation passed in 2016, the worst 5% of schools were
considered failing and in need of continued school improvement support (Minnesota Department
of Education, 2016). Educators have attempted to reform schools as a nation for decades, with
little to no success (Adelman & Taylor, 2011). Increased suspension and expulsion rates (U.S.
Department of Health and Human Services and U.S. Department of Education, 2014), lower
graduation rates (Grunwald & Nath, 2019), higher levels of incarceration (Minnesota
Department of Corrections, 2020; Nellis, 2016), and higher rates of poverty (Federal Interagency
Forum on Child and Family Statistics, 2019) are all part of the oppressive aftermath of historic,
systemic racism in America (Gomez, 2015).
In recent years, educational reform started to take the shape of disaggregating academic
and behavioral data by subgroups; yet, academic and disciplinary gaps remain (DeMatthews,
2016; Goines et al., 2017; Gregory et al., 2016). Researchers discovered the significance of the
gap in disciplinary actions towards students of color and White students (Gopalan, 2019;
Gregory et al., 2010; Sanders et al., 2021). The Minnesota Report Card displays thousands of
disaggregated data points about behaviors academics across Minnesota schools; yet, academic
and discipline gaps remain (DeMatthews, 2016; Gregory et al., 2016; Minnesota Department of
Education, 2020; Sanders et al., 2021).
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The Academic Achievement Gap
There is an achievement gap in students’ disciplinary and graduation rates that continues
to widen in Minnesota (Bohrnstedt et al., 2015; García-Pérez & Johnson, 2017; Henry et al.,
2020; Taylor et al., 2021; Van Zandt, 2020). A combination of home, community, and in-school
factors affects students’ academic performance and contributes to the achievement gap (Mason et
al., 2019). The achievement gap is a combination of a gap in resources, teacher expectations, and
educational debts (Taylor, 2021). The achievement gap represents the academic difference
between privileged versus marginalized individuals, represented by racial identity and
socioeconomic status (Colgren & Sappington, 2015; Murrar et al., 2020).
According to the Center for American Progress (2012), compared with schools attended
by at least 90% White students, those attended by at least 90% students of color spend $733 less
per pupil annually. Lower financial support that has come into schools that have predominantly
students of color have negatively impacted the academic achievement of students of color
(Bohrnstedt et al., 2015). Achievement is lower in the highest Black student density schools than
in the lowest density schools (Bohrnstedt et al., 2015). White students, on average, attended
schools that contained 9% Black students while Black students attended schools that contained
48% Black students (Bohrnstedt et al., 2015). Failure from the education system to integrate
students of color is a contributing factor to their substantially lower graduation rates and
academic achievement (Bohrnstedt et al., 2015; García-Pérez & Johnson, 2017; Henry et al.,
2020; Van Zandt, 2020).
Proficiency ratings in all grade levels and all tested subject areas were 25%-28% lower
within American Indian groups of students compared to White students, adding to the national
achievement gap for students of color (García-Pérez & Johnson, 2017; Henry et al., 2020). The
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graduation gap increased on a regular basis (García-Pérez & Johnson, 2017; Taylor et al., 2021;
Van Zandt, 2020). Demographic groups that are considerably less likely to graduate are Native
Americans, Latinos, African Americans, and students with disabilities (Van Zandt, 2020). As
these disparities exist, overall high school graduation rates increased in Minnesota (García-Pérez
& Johnson, 2017).
The K-12 student population is becoming more diverse and graduation rates are lower for
students of color (Van Zandt, 2020). Programs and systems aiding minority students are crucial
due to Minnesota’s on-time high school graduation rate for minorities being one of the lowest in
the U.S. (García-Pérez & Johnson, 2017). Even though schools have limited influence over
poverty or community conditions, what happens in schools has the potential to mitigate the
harmful effects of poverty and the community (Mason et al., 2019). The achievement gap is a
concern since it has significant social and economic consequences (Mason et al., 2019). Low
educational achievement is linked to higher unemployment, lower wages, increased welfare
dependency, and increased crime (Mason et al., 2019; Nowotny et al., 2021). The damage caused
by the achievement gap grows with each passing year (Mason et al., 2019).
Overrepresentation in special education. An example of systemic racism was shown
through students in which students who were eligible for special education were
disproportionately students of color (Annamma et al., 2014; DeMatthews & Knight, 2019). Some
teachers have confessed to delaying or denying student special education services based on racial
differences, while other teachers unknowingly delayed or denied these services based on race
(DeMatthews & Knight, 2019).
Local processes play a major role in what contributed to disproportionality (Skiba, 2006).
State-level and district-level data revealed district personnel consciously and subconsciously
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denying or delaying special education services for eligible students (DeMatthews & Knight,
2019). School staff sometimes view special education as the only resource for helping struggling
students and teachers have felt unprepared to meet the needs of students from low socioeconomic
status backgrounds (Blake, 2020; Henry et al., 2020; Skiba, 2006). There is an incongruity with
educators’ communicated goals of ending disproportionality in special education and their
refusal to interpret certain student behaviors as acceptable (Thorius, 2019). The denial of special
education services to some students and over-representation of others has led to large racial
disproportionality within these programs.
The Discipline Gap
In 2014, the U.S. Department of Education’s Office for Civil Rights reported that Black
students represent 15% of all students, but 36% of expelled students and 44% of students who
have been suspended more than once (U.S. Department of Education, 2014). The racial gap in
school discipline, specifically suspension rates, has almost doubled since 1973 (Blake et al.,
2016). Among kindergarten through middle school-aged students, Black students are 2.19 to 3.78
times more likely to be sent to the principal’s office for problem behaviors (LaForett &
DeMarco, 2019). Upon first discipline encounters involving students with emotional behavioral
disorders, Black students and Hispanic students receive more severe discipline compared to
White students (Blake et al., 2020). African American and Native American students are the
most frequently disciplined race in schools by a large margin across every category (Martin et
al., 2016). Native American students were overrepresented among school discipline referrals as
well as administrative and discipline outcomes (Martin et al., 2016; Whitford, 2017). Native
American students received the most expulsion with or without school services as well as
referrals to law enforcement officers (Martin et al., 2016; Whitford, 2017). Within Native
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American students, females received more suspensions and expulsions than males. On the
contrary, across all other ethnic groups, male students receive more suspensions and expulsions
than female (Martin et al., 2016; Whitford, 2017).
A discipline gap existed due to racial disparities in education, misinterpretation of
students’ behavior, and lack of understanding regarding students of color and their cultures
(Anderson & Ritter, 2017; Annamma et al., 2019; Gopala, 2019; Heilbrun et al., 2018; KatzAmy, 2019; Reed et al., 2020). Classroom behaviors appeared to be a large and repeated issue
for most teachers, and cultural misunderstandings often intensify behavioral challenges
(Alexander, 2009; Anderson & Ritter, 2017; Bean, 2013; Blake et al., 2020). Behavior gaps have
not been addressed due to a surprising reticence to discuss issues of race among educators (Blake
et al., 2020). A revealing quote regarding discipline reads:
If I am an adult, and I am in an environment where I can’t possibly succeed, I typically
choose to get out of that environment. If I am a child in a classroom, I don’t have that
option, except if I behave really, really out of line, I get kicked out of the classroom. That
puts children in a real bind. (Blanchett, 2005, p. 77)
The origins of racial discrepancies in discipline between Black and White children at a
predominantly White middle school were investigated using ethnographic data (Wiley, 2021).
Two racial discipline logics were identified using critical race and institutional theories:
criminalized sequestering and racial exemption. These logics were used to guide how school
officials and teachers administered discipline to Black and White children in different ways,
resulting in a two-tiered system with divergent consequences. A better understanding of the
organizational processes that led to racial discipline disparities between Black and White
students, an introduction of new theoretical concepts for future research, and a highlighted
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previously unexplored punitive in-school discipline practice were found, in part, because of a
study conducted by Wiley (2021).
Overcoming the discipline gap. When teachers are trained properly to view their
instruction from a lens of cultural competency, long-lasting discipline gaps start to dissolve in
school (Gregory et al., 2016; Sanders et al., 2021). A teachers’ development strategy that proved
successful in narrowing the discipline gap introduced three dynamics through coaching that were
intentionally implemented into classes: emotional support, classroom organization, and
instructional support (Gregory et al., 2016). Intervention teams who implemented these three
elements had no significant disparities in discipline referrals between Black students and their
classmates, while teams who did not had racial gaps remain (Gregory et al., 2016). Gregory et al.
and Sanders et al. pointed to common factors that decrease the discipline gap: more support for
students and more access to school resources.
Another method that has helped schools narrow the discipline gap through student
support are professional learning communities (PLCs) (Maag, 2009). Schools have challenged
conventional paradigms and explored the possibilities that positive supports offer for coping with
student behaviors through methods such as PLCs (Maag, 2009.) Schools across the U.S. have
resisted an increase in teachers’ collaboration (Gregory et al., 2016; Maag, 2009). When
professional development moved away from one-time in-services and toward more intensive,
long-term training, schools saw success with students (Albritton et al., 2016; Kolbe et al., 2018;
Maag, 2009; Reed et al., 2020). Schools in higher academically-achieving nations such as
Sweden, Switzerland, and Norway focused a large percent of their teachers’ time on
collaboration (Maag, 2009). Collaboration, in the form of PLCs, has improved students’ behavior
and learning throughout the U.S. (AVID, n.d.; Kolbe et al., 2018; Maag, 2009).
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Long-term Effects of Racial Gaps in Education
Networking of identities: Race and socioeconomic status. An intersectional association
exists between the achievement gaps of White and Black students and their families’
socioeconomic status (Henry et al, 2020). The National Poverty Center (2009) studied racial
differences between socioeconomic status (SES) in the 21st century and concluded with three
findings. First, by the time children of color turn three, they will have substantially less
vocabulary than White children in the same SES. Second, people of color reported overall worse
health than White individuals, even after controlling for unemployment, education, and poverty,
Third, racial disparities in poverty are derived from accumulative disadvantages over the course
of a lifetime.
In a longitudinal study focused on early childhood education, Henry et al. (2020)
investigated how family socioeconomic status, parental education, household income, and race
intersect to form trajectories of academic skills. Black-White gaps narrowed (and Black students’
skills grew faster) at higher income gradients; however, the gaps widened (and Black students’
skills developed slower) at higher levels of academic achievement (Henry et al., 2020). Henry et
al. suggested that failure to inspect how socioeconomic status (SES) and race intersect to form
achievement gaps might conceal complicated patterns of inequality in schools.
Students of color and the prison system. The overrepresentation of students of color
receiving discipline in education was also happening in a more restrictive environment: the
juvenile justice system (Abrams et al., 2021; Brown, 2009; Donnelly & Asiedu, 2021). The term
“school-to-prison pipeline” is now widely used to describe the path taken by juveniles in the
United States from the educational system to the criminal justice system (Dutil, 2020).
Suspensions, expulsions, and juvenile justice referrals have been used to build the pipeline,
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which drastically reduced children‘s access to instructional time and school engagement while
increasing their likelihood of involvement with the criminal justice system. This system,
disguised as discipline, criminalizes youth by enforcing punitive and exclusionary disciplinary
actions at alarming rates, which leads to upward mobility through juvenile justice referrals and
higher dropout rates (Dutil, 2020).
The school-to-prison-pipeline happens in rural and urban settings and racial disparities
exist within special education, school discipline, and the juvenile justice system (Annamma et
al., 2014). The school-to-prison-pipeline contains minors that are involved mainly in truancy,
liquor law violations, ungovernability, and running away (Mallett, 2016). The majority of the
school-to-prison-pipeline is comprised of special education students, highly disciplined students,
low academically achieving students, and students of color (Annamma et al., 2014). Much of the
school-to-prison-pipeline consists of vulnerable children and adolescents who enter the pipeline
because of punitive state and school district policies (Mallett, 2016).
The criminal justice system is an institution that impacts communities in profound ways.
Despite the label of “mass” incarceration, America’s justice system’s discrimination is
disproportionately concentrated in Latino and Black communities (Nowotny et al., 2021). One in
six Latino men and one in three Black men are imprisoned sometime in their life (Muñoz et al.,
2018; Nowotny et al., 2021). Dismantling the school-to-prison pipeline involves the integration
of both trauma-informed practices and culturally responsive teaching in school systems.
Culturally Responsive Instruction
Culturally responsive instruction (CRI), culturally responsive teaching (CRT), and
culturally responsive pedagogy (CRP) are sometimes used synonymously. Full, equitable access
to education for students from different cultures is a prioritized goal in CRI, as well as being a
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pedagogy that responds to, acknowledges, and celebrates culture (Brown University, 2021;
Robinson, 2020). CRI means that people’s culture is central to learning as it plays a role in
receiving and communicating information (Brown University, 2021; Kentucky Department of
Education, 2021; Robinson, 2020). Characteristics of CRI include learning within the context of
culture, communicating high expectations, reshaping the curriculum, mediating instruction
culturally, having positive perspectives on parents and families, including student-centered
instruction, and enabling the teacher to be a facilitator (Brown University, 2021; Kentucky
Department of Education, 2021). CRI can create an increased awareness of peers’ lived
experiences by pinpointing stereotypes, power imbalances, and biases (Robinson, 2020).
Scholars embrace CRI and believe that it aids in closing educational achievement gaps (Cantrell
et al., 2016; Kentucky Department of Education, 2021; Powell et al., 2016).
Educators’ CRI self-efficacy scores increase when teachers are bi-lingual or have
professional developments focused on diverse students (Chu & Garcia, 2021). Additionally,
preservice teachers’ training resulted in a shift in perspective between the idea that teachers are
not in control of affecting disproportionality in schools and the idea that teachers are a part of the
education system and have an impact on disproportionality in the ways they think and teach
(Othman, 2018). Similarly, teacher training and intentionality lowered the disproportionality of
minority students within special education (Chu & Garcia, 2021; Othman, 2018).
Teachers who develop ways to use their students’ social, cultural, and linguistic
knowledge to create bridges between the familiar and the new, making it easier for their students
to learn to read and write, are using culturally responsive instruction (Hilaski, 2020). A second
example of effective CRI derived from Pearson’s (2013) study focused on the hypothesis that if
students learn how to use general American English and African American English, or the set of
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English sociolects spoken by most Black people in the United States, appropriately, they will
succeed in multiple linguistic settings. Three CRI practices that can be useful with students: 1)
utilizing the power of high expectations and presenting challenging materials without focusing
on simply making up a deficiency; 2) including linguistic diversity and using multicultural
curriculum that helps students identify with their own experience while focusing on motivation
to learn; and 3) developing different types of linguistic awareness including awareness of the
systematic changes that are being asked of students when they learn a mainstream dialect.
Teachers effectively implement CRI engage in frequent and continuous dialogue with
students (Lawrence, 2020). Most studies on CRI have been conducted in inner-city schools with
very diverse student demographics, leaving major gaps in the research regarding CRI in
secondary schools with a small group of minority students (Robinson, 2020). Additional research
has the capability of helping the field of education by giving teachers practical examples of how
instruction and curriculum can create a more equitable learning environment (Anderson & Ritter,
2017; Kentucky Department of Education, 2021).
Advancement Via Individual Determination (AVID)
AVID is a nonprofit organization that helps schools transform into a more studentcentered and equitable environment (AVID Center, n.d.; Goines et al., 2017). AVID has been
implemented in 47 states and over 7,500 schools and has influenced more than two million
students since its inception in 1980 (AVID Center, n.d.; What Works Clearinghouse, 2010). Over
85,000 educators are trained every year by AVID with the aim to close the achievement gap and
equip students for careers, college, and life (AVID Center, n.d., What Works Clearinghouse,
2010). Schools that implement AVID receive continual support, professional development, and
resources to ensure a lasting impact upon students (AVID Center, n.d.; Kolbe et al., 2018).
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The primary goal of AVID is to prepare students for enrollment in four-year colleges
(Goines et al., 2017; What Works Clearinghouse, 2010). AVID helps students achieve college
readiness by providing increased support and access to advanced classes for underserved
students (Goines et al., 2017; What Works Clearinghouse, 2010). A unique aspect of AVID is
that the program aligns with the individual school’s goals to improve on the work that is started
within the school (AVID Center, n.d.; What Works Clearinghouse, 2010).
Resources in AVID’s programming drive school transformation (AVID Center, n.d.;
Huerta et al., 2013). The resources include items such as lesson plans, articles relevant to student
life, classroom activities, and professional learning videos. The transformation occurs when the
resources that AVID provides shape teachers’ instructional practices. AVID’s resources assist
instructors in providing the critical academic and social supports that children require to succeed.
Schools can access all these resources year-round and use the professional learning modules and
materials for in-service training (AVID Center, n.d.).
AVID Secondary and its implementation. AVID Secondary was designed to meet the
needs of students in middle and high school. AVID Elective was created to meet the elective
needs of post-secondary students (AVID Center, n.d.). Students receive additional academic,
social, and emotional support during one period each day to support them in their school’s most
challenging courses. The number of AVID Elective courses and the grade levels that adopt
AVID are determined by the districts. An additional component, the AVID Excel Elective class
in middle school, can meet the language and literacy needs of long-term English language
learners.
The potential of AVID Secondary to positively impact students extends beyond those
enrolled in the AVID Elective course by providing classroom activities, teaching approaches,
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and academic habits that can be adopted into any classroom to promote students’ engagement
and success (AVID Center, n.d.). Teachers may apply what they learned at AVID training in any
classroom to help many students, not just AVID students, become more college and job ready.
AVID and school leadership. School leadership is an important aspect of AVID’s
success within a district (AVID Center, n.d.). Principals must be catalysts for change; however,
they often spend their days performing duties that have little direct impact on students (AVID
Center, n.d.). Principals ought to be sharing their academic vision for the school with teachers,
students, and the community (AVID Center, n.d.). AVID provides a vehicle for principals to
challenge their school’s prevailing norms and accomplishes this goal by equipping leaders to
focus entirely on the needs of the students. Additionally, AVID assists administrators in
including teachers and counselors in the analysis of school data to challenge prevailing
paradigms and remove barriers to students’ opportunity and achievement. Staff members
discover practices that prevent students from enrolling in challenging courses and work to
modify pedagogy rather than just remediate and intervene. Principals can use AVID leadership
training to verify that the master schedule, teaching methodologies, curriculum, and classroom
observations correspond with their school goals.
AVID and student ownership. A goal of AVID is to enable students to take charge of
their education (AVID Center, n.d.). Rather than just repeating and memorizing, AVID students
think about and challenge what they are learning. As they prepare for success, students
collaborate to solve problems and change the tone of the classroom. Students are taught to
express what they do not understand and how to find the information they require. AVID
educators encourage students to own their learning through promoting critical thinking, inquiry,
and self-advocacy. Rather than lecturing, AVID’s professional learning and curriculum
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encourage students to solve problems for themselves, which ensures that those who are most
active gain the greatest knowledge. Through inquiry and cooperation, this engages students and
leads to content mastery (AVID Center, n.d.).
AVID professional development and training. Training for AVID is expansive and
adaptable: the model is catered to face-to-face classrooms, hybrid models, or remote settings
(AVID Center, n.d.). AVID ElevateXP and AVID DigitalXP are interactive, immersive
professional development programs that help strengthen the relational capacity of educators.
AVID Elevate XP is comprised of four modules that last three hours each. Topics covered in
ElevateXP include leading change for educational equity, building language through identity and
culture, cultivating writing and mathematics schoolwide, and producing rigorous and engaging
classrooms. AVID DigitalXP includes three days of professional learning and support within the
school setting throughout the year. AVID’s professional learning is created to prepare every
teacher to execute and administer instructional strategies and an effective college and career
readiness system (AVID Center, n.d.).
Training for AVID can begin with as few as eight people from a school in a three-day
AVID professional development session. AVID offers face-to-face learning events that have the
goal of preparing each member to implement and execute more effective college and career
readiness as well as teaching strategies through AVID professional learning (AVID Center, n.d.).
One of these learning events focuses on implementing AVID schoolwide. The learning event is
designed to familiarize new AVID teachers (including AVID Elective, English, mathematics,
science, history/social science, English language learners, and other elective courses) with AVID
methodologies in order to improve the performance of all students. AVID District Leadership
Training (ADL) is another event that provides on-site visits, training, and facilitation to ensure
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that district directors have the resources they need to establish, sustain, and improve the quality
of AVID in their communities.
AVID training regarding cultural engagement or bias is also available through AVID’s
professional development component (AVID Center, n.d.). One of the trainings involved in
AVID’s professional development program is called “Fostering an Equitable and Engaging
Culture in Classrooms” and is designed to meet the needs of PreK–12 and postsecondary
counselors, site leaders, and educators to foster an equitable and engaging culture for learning
(AVID Center, n.d.). Culturally Appropriate Teaching Resources are part of the AVID trainings
and are intended to help instructors develop and implement culturally relevant teaching strategies
that foster supportive, secure, and respectful learning environments for all students (AVID
Center, n.d.). AVID Culturally Relevant Teaching: A Schoolwide Approach is the curriculum
guide that provides teachers with pedagogy and high-engagement techniques that are suitable for
all grade levels and subject areas (AVID Center, n.d.). AVID is designed around the idea that it
is critical for schools to assess their systems find places where there are opportunity gaps,
therefore, high expectations must alter what both instructors and students think is feasible (AVID
Center, n.d.). By looking at present systems, identifying obstacles, and coming up with potential
solutions or methods, AVID aids educators in gaining a shared knowledge of equity (AVID
Center, n.d.).
Results of AVID implementation. The effectiveness of AVID is evident through
longitudinal data finding low-income, first-generation AVID alumni who attended college were
four times more likely to graduate than their national peers, and 42% graduated within six years
with a four-year degree (AVID Center, n.d.). In Minnesota, AVID seniors maintained a 3.0 GPA
on average, 84% took at least one AP or IB course, 94% completed entrance requirements at
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four-year colleges, 99% graduated from high school, and 100% applied to a four-year college or
university (AVID Center, n.d.).
AVID has proven to be an effective program for different student demographic groups
and school types (Goines et al., 2017; Morley et al., 2021; What Works Clearinghouse, 2010).
The AVID program has been successful in helping Black male students to surpass barriers, such
as being a first-generation college student or facing racism within schools (Goines et al., 2017;
Kolbe et al., 2018; What Works Clearinghouse 2010). Participation in AVID positively affected
students’ Texas Success Initiative scores for first-generation Hispanic students at an urban high
school in southern Texas (Morley et al., 2021). Broadly, AVID programming has improved
students’ executive functioning skills; or skills that help tolerate frustration, resist distraction,
and keep goals in mind (Wilson et al., 2021).
Critical Race Theory
Critical race theory (CRT) seeks to create economic and social justice via approaches that
include race as a nexus of life in America (Amiot et al., 2020; Demaske, 2009; Mitchell, 2020;
Pulliam, 2017). CRT is mainly concerned with racial oppression apparent within multiple areas
of society, including education, health, criminal justice, the labor market, and housing (LaForett
& De Marco, 2020; Lang & Kahn-Lang, 2020; Seider, 2019; Tolliver et al., 2016). According to
CRT, race is a social construct and within this construct there has been privilege lost or gained
throughout the history of each race (Gomez, 2015; Kolivoski et al., 2014; Masko, 2005; Pulliam,
2017). CRT promotes many of the civil rights movement concerns within a comprehensive
historical and economic context (Demaske, 2009). CRT was initiated due to the realizations of
lawyers, activists, and legal scholars that many civil rights advances had stopped or even
reversed (Demaske, 2009; Pulliam, 2017). Social limitations such as employment, housing, and
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health care create conditions where dominant ideas are perpetuated, causing negative results for
people of color (Brown et al., 2019). CRT argues that when a system’s success is based on
competition, the logical outcome is racial inequality (Dixson & Rousseau, 2018).
A historical and educational application of CRT is associated with Brown’s (2010)
investigation of why African American pupils did not excel in K-12 schools in the 19th and 20th
centuries and the conclusion that it was due to culturally inappropriate educational curricula.
According to the findings, historical inaccuracies had a negative impact on African Americans,
particularly young African American scholars in the 20th century. Due to racism and other
biased practices that occurred in America during the 19th and 20th centuries, African Americans’
history appeared to be non-existent (Brown, 2010). White supremacy was utilized to portray
African Americans as lazy, ignorant, and inferior to White people, according to researchers.
African Americans’ culture and history were depicted in a negative light in literature, the news
media, and educational materials (Howard, 2008). Historical portrayals as violent and dangerous
had a tremendous detrimental influence on African American males.
The purpose of CRT is to change racial hierarchy lines and to address the achievement
gap and inequitable disciplinary procedures that are imposed on vulnerable pupils (Beard, 2018;
Brown et al., 2019). CRT in education has also focused on trauma in communities of color. Dutil
(2020) used CRT to identify school disciplinary practices that might criminalize or re-traumatize
primarily youth of color. Dutil suggested replacing the exclusionary discipline practices found in
schools with trauma-informed practices which prioritize social and emotional support to
students. Critical race theorists have documented how racism and discrimination affect Black
students’ mental health (McGee & Stovall, 2015). In addition, CRT has highlighted Whiteness in
teachers’ education via a race-conscious lens (McGee & Stovall, 2015; Sleeter, 2017).
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Conclusion
An academic achievement gap has been widening in Minnesota due to several factors
such as a gap in resources, teachers’ expectations, and educational debts (Bohrnstedt et al., 2015;
García-Pérez & Johnson, 2017; Henry et al., 2020; Taylor et al., 2021; Van Zandt, 2020). A
discipline gap exists in Minnesota due to racial disparities in education, interpretation of
behavior, and lack of understanding regarding minority cultures (Anderson & Ritter, 2017;
Annamma et al., 2019; Gopala, 2019; Heilbrun et al., 2018; Katz-Amy, 2019; Reed et al., 2020).
The effectiveness of AVID is evident through longitudinal data: low-income, first-generation
AVID alumni who attended college were four times more likely to graduate than their national
peers, and 42% graduated within six years with a four-year degree (AVID Center, n.d.). AVID
has proven to be an effective program for different student demographic groups and different
school types (Goines et al., 2017; Morley et al., 2021; What Works Clearinghouse, 2010). The
purpose of CRT is to change racial hierarchy lines (Beard, 2018; Brown et al., 2019), as well as
to address the achievement gap and inequitable disciplinary procedures that are imposed on
vulnerable pupils (Beard, 2018). CRT has successfully highlighted Whiteness in teacher
education, via a race-conscious lens (McGee & Stovall, 2015; Sleeter, 2017).
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Chapter 3: Methodology
Introduction
The purpose of this quantitative study was to examine whether there are differences in
suspension and expulsion rates in schools that have and have not implemented Advancement Via
Individual Determination (AVID) for at least three years. In particular, this study compared the
suspension outcomes and expulsion outcomes of students of color and White students in racially
diverse Minnesota secondary schools.
Application of Theoretical Framework
Critical race theory (CRT) is a theoretical framework mainly concerned with racial
oppression apparent within multiple areas of society (Annamma et al., 2019; Taylor, 2020). CRT
examines power structures that preserve racial inequities (Gomez, 2015; Kolivoski et al., 2014;
Pulliam, 2017). Examining disciplinary actions and achievement among students of color is a
goal of CRT (Beard, 2018). This study applied CRT and examined racial inequities in the
education system through documented and measured gaps in suspension and expulsion rates
between races.
Research Design
This study employed a quantitative research design using secondary data analysis.
Archival data were gathered regarding the implementation of AVID through the AVID website
as well as school and district websites. The suspension and expulsion records through ProPublica
(2018) are publicly available. This study focused on data for 60 racially diverse secondary
schools in Minnesota. Data analysis determined if there were differences in the suspension or
expulsion gaps between students of color and White students in racially diverse secondary
schools that have and have not implemented AVID.
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Research Questions
RQ1: What difference, if any, is there in the suspension rates between students of color
and White students in racially diverse secondary schools that have implemented AVID and
racially diverse secondary schools that have not implemented AVID?
Ho1: There is no statistically significant difference in the suspension rates between
students of color and White students in racially diverse secondary schools that have implemented
AVID and racially diverse secondary schools that have not implemented AVID.
Ha1: There is a statistically significant difference in the suspension rates between students
of color and White students in racially diverse secondary schools that have implemented AVID
and racially diverse secondary schools that have not implemented AVID.
RQ2: What difference, if any, is there in the expulsion rates between students of color
and White students in racially diverse secondary schools that have implemented AVID and
racially diverse secondary schools that have not implemented AVID?
Ho1: There is no statistically significant difference in the expulsion rates between
students of color and White students in racially diverse secondary schools that have implemented
AVID and racially diverse secondary schools that have not implemented AVID.
Ha1: There is a statistically significant difference in the expulsion rates between students
of color and White students in racially diverse secondary schools that have implemented AVID
and racially diverse secondary schools that have not implemented AVID.
Variables
The independent variable in this study was AVID implementation. The dependent
variable for this analysis was the proportion of suspensions and expulsions at individual schools
in 2018. For each school, the proportion of students in each racial category were compared to the
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actual proportion of suspensions and expulsions in each racial category. The reason proportions
for all schools in Minnesota were not possible in this present study is because the number of
secondary AVID schools in Minnesota is 163; however, the names of the schools were not
reasonably accessible. All 2,800 secondary schools in Minnesota would have needed to be
contacted to find out if each specific school participated in AVID.
Instrument and Measures
Archival data were gathered regarding implementation of AVID (2021) through the AVID
website as well as school and district websites. The suspension and expulsion data for this study
was collected from ProPublica (2018). ProPublica acquired its data through the Civil Rights Data
Collection administered by the Office of Civil Rights at the U.S. Department of Education
(Groeger et al., 2018). The U.S. Department of Education collects suspension data every two
years from every school district in the nation (Groeger et al., 2018).
Sampling Design
In Minnesota, there were 163 secondary schools that have implemented AVID. The list
was culled to include secondary schools that have at least 30% Students of color to ensure the
student body represents a diverse demographic. The researcher randomly chose 30 schools to
include in the study. Additionally, the researcher chose 30 schools without AVID that have
parallel enrollment and diversity demographics.
Scholarly evidence reveals that an opinion held by 25% of people within a group can
spread to the majority, 51% or more, up to groups the size of 100,000 people (Noonan, 2018).
When just 10% of people within a society hold a belief that cannot be changed, their belief will
always be adopted by most of the society (Rensselaer Polytechnic Institute, 2011). Studies must
have diverse populations of people to be meaningful and thorough (Pérez-Stable, 2018). In the
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present study, 30% students of color was set as the cutoff for diversity representation within
schools to increase the likelihood of meeting the cell size needed to report race/ethnicity
subgroup data as well as increase transferability of findings by exceeding the 25% mark.
Data Collection Procedures
This study included a secondary analysis of existing data. School association with AVID
was publicly accessible through school district websites. The number of suspensions and
expulsions and ethnic demographics of each school were located on ProPublica’s website.
Suspension and expulsion data was disaggregated by race: Black, White, Hispanic, Asian/Pacific
Islander, two or more races (multiracial), and Native American students.
Data Analysis
Independent t-tests were used to analyze the data. The first analysis examined whether
there are significant differences in the proportions of student suspensions and expulsions in
various racial categories between schools with and without AVID programs. For each school, the
proportion of students in each racial category was compared to the actual proportion of
suspensions and expulsions in each racial category. For example, 20% of the students were Black
at Sample High School, but 50% of the suspensions at Sample High were Black students. That
would mean that the proportion of Black students suspended at Sample High School was 30%
higher than would be expected. This suspension proportion shows the rate of suspensions above
or below what would be expected based on the school’s racial/ethnic demographics. Suspension
rates were compared between AVID and non-AVID programs for each racial/ethnic category.
The second analysis followed the same process to examine whether there were significant
differences in the proportions of student expulsions in various racial categories between schools
with and without AVID programs.
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Limitations and Assumptions
There were limitations within the study. First, the depth and thoroughness of AVID
implementation may not be consistent amongst schools. One classroom teacher may be an AVID
trainer while the classroom teacher next door is a first-year teacher with minimal AVID training.
Though schools in the study had implemented AVID for three or more years, it is likely each
teacher in the school had not. Second, there are factors that influence students’ suspension and
expulsion other than cultural bias and racial disparities. For example, research has documented
trauma as a factor that influences student behavior (Dutil, 2020). Study findings did not
determine causation of differences in teacher discipline practices, only if differences exist.
Third, this quantitative study did not elicit the more complex perspectives of participants,
which is more aligned to qualitative research. Interviewing and observing students or teachers
would likely provide richer, detailed information regarding their lived experiences. Fourth, data
for this study were collected before the COVID-19 pandemic. Chronic medical conditions and a
lack of access to healthcare disproportionately affect minorities, which is leading to poorer
COVID-19 outcomes (Tai et al., 2021). Furthermore, minority communities are more likely to
face living and working conditions that put them at a disadvantage during the pandemic. Finally,
it is assumed that since secondary data were used, the validity and reliability of the data are
accepted (Muijs, 2011). The researchers at ProPublica (2018) gathered the data from the Civil
Rights Data Collection (CRDC) website. As with all self-reported data, the CRDC may contain
mistakes. Despite the fact that districts must ensure the accuracy of their data, some may still
report incorrect figures. The Office for Civil Rights works to identify and investigate data
abnormalities, and it releases updates on a regular basis. Researchers at ProPublica update the
data in the interactive as soon as updates or changes become available (ProPublica, 2018).
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Ethical Considerations
The researcher completed research ethics training through the Collaborative Institutional
Training Initiative (CITI). Prior to data collection for this study, approval from the advisor as
well as the International Review Board at Bethel University was obtained. The research required
for this study followed the ethical principles of the Belmont Report (Roberts & Hyatt, 2019),
being beneficence, respect for persons, and justice in accordance with the International Review
Board. Confidentiality remained as schools and districts were not named or made identifiable
from the AVID website or the ProPublica website. ProPublica compiled its data through the
Civil Rights Data Collection, which is administered by the U.S. Department of Education. Due to
the public nature of the secondary data that was used in this study, respect for persons and justice
was demonstrated by not using specific names of schools and through the careful and accurate
handling of the data, including the data analysis and reporting.
The priority was to follow the four pillars of ethics autonomy, beneficence,
nonmaleficence, social justice. Although the study was a secondary analysis of existing data,
autonomy was observed, and no student contact occurred. Beneficence was considered as this
project looked at ways to close the achievement gap. Nonmaleficence was integral to this study
because no identifiable student information was used in this project. Social justice was observed
because no identifiable student information was used that would have the risk of segregation due
to sex, race, or religion.
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Chapter 4: Results
The purpose of this quantitative study was to examine whether there was a statistically
significant difference in the suspension and expulsion rates between schools that have
implemented Advancement Via Individual Determination (AVID) and have not implemented
AVID for at least three years. This study compared the suspension outcomes and expulsion
outcomes of students of color and White students in racially diverse Minnesota secondary
schools to explore if AVID may be associated with teachers’ disciplinary practices.
Suspension rates were calculated by taking the percentage of students suspended in a
particular racial/ethnic category minus the total percentage of students in that category at the
school. For example, at school X, 25% of the students suspended were White and 48% of the
student population were White, so the suspension rate would be -23%. A positive rate indicated
that students in that category were suspended more than expected and a negative rate indicated
students were less likely to be suspended than would be expected based on their overall
demographics at the school. Expulsion rates were calculated in the same manner. A series of
independent t-tests were used for each racial/ethnic category to examine whether there were
differences in expulsion and suspension rates between schools with and without AVID programs.
Table 1 displays school demographics by population, AVID schools, non-AVID schools,
suspension, and expulsion percentages. Although White students comprise the majority of the
populations (47% in Non-AVID schools and 38% in AVID schools), Black students are
disciplined more frequently overall (36% of suspension and 0% of expulsions in Non-AVID
schools; 53% of suspensions and 45% of expulsions in AVID schools). Although White students
are the largest racial group of the school populations in Table 1, they are disciplined
disproportionately less frequently than students of color.
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Table 1
School Demographics by Population, AVID, and Discipline Percentages
Black

Hispanic

White Asian or Pacific Two or more Native
Islander
races
American
Population Non-AVID Schools 16%
20%
47%
12%
6%
0%
Suspended Non-AVID Schools 36%
23%
26%
4%
7%
3%
Expelled Non-AVID Schools
0%
5%
2%
0%
0%
0%
Population AVID Schools
28%
15%
38%
14%
4%
2%
Suspended AVID Schools
53%
12%
19%
5%
7%
5%
Expelled AVID Schools
45%
3%
3%
0%
4%
1%
Note: Numeric value of student population numbers were not available. Values are based on the simple
average of ethnic breakdown across each school.

Table 2 includes a variety of negative and positive differences between population and
suspensions as well as population and expulsions. Most students of color have a negative
difference, which was achieved by having a demographic school population that was lower
proportionately than the suspension or expulsion within that demographic group. For instance, at
non-AVID schools, Black students are more likely to be suspended (26%) when compared to
their proportion of the population at those schools (16%), resulting in a difference of 20%.
Table 2
School Demographics Comparing Discipline Rates with AVID and Non-AVID Schools
Black

Hispanic

White

Asian or Pacific Two or more Native
Islander
races
American
-8%
1%
3%

Difference Between Population and
20%
4%
-21%
Suspensions: Non-AVID Schools
Difference Between Population and
-16%
-15%
-45%
-12%
-6%
0%
Expulsions: Non-AVID Schools
Difference Between Population and
25%
-3%
-19%
-9%
3%
3%
Suspensions: AVID Schools
%Difference Between Population and 12%
-12%
-30%
-14%
0%
-1%
Expulsions: AVID Schools
Note: Numeric value of student population numbers were not available. Values are based on the simple average
of ethnic breakdown across each school.
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Analysis of Data to Determine Differences in Suspensions Between Schools with AVID
Compared to Schools Without AVID
Levene’s test for equality of variances was significant for three groups: Black, Hispanic,
and White students. Levene’s corrections (reducing degrees of freedom) were used for each of
these groups. A series of independent t-tests were used for each racial/ethnic category to examine
the mean suspension rates between schools with and without AVID programs. When examining
suspension mean differences between schools with and without AVID programs for each of the
racial and ethnic categories, none of the differences were statistically significant (Table 3).
However, the mean difference between the enrollment rates of Hispanic students and their
suspension rates nearly approached significance, t(35.17) = 1.84, p = 0.07, d = 0.48. The
difference between Hispanic student enrollment rate proportion and Hispanic student suspension
rates at AVID schools (M = -2.97, SD = 6.18) was slightly lower than the difference between
Hispanic students’ enrollment rate proportion and Hispanic student suspension rates schools
without an AVID program (M = 3.70, SD = 18.86).
Table 3
Student Suspension Rates in Schools with and without AVID Programs by Racial Group
AVID
program
M (SD)

No AVID
program
M (SD)

Black

25.30 (7.30)

20.37 (18.61)

Mean Difference
Between Enrollment
and Suspension Rates
4.93

Hispanic

-2.97 (6.18)

3.70 (18.86)

0.73

35.17ª

1.84

.48

-19.37 (9.97)

-20.90 (22.85)

1.53

39.65ª

-0.34

-.09

Asian, Pacific
Islander
Two or more races

-8.93 (7.89)

-7.50 (10.18)

1.43

58

0.61

.16

2.90 (5.35)

1.23 (5.39)

1.67

58

-1.20

-.31

Native Americans

2.97 (4.20)

3.00 (8.86)

0.03

58

0.02

.01

White

Note. * p < .05; ªLevene’s correction for unequal variances used
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df

t

d

37.72ª

-1.35

-.35

Analysis of Data to Determine Differences in Expulsions Between Schools with AVID
Compared to Schools Without AVID
Levene’s test for equality of variances was significant for three groups: Black, Hispanic,
and Native American students. Levene’s corrections (reducing degrees of freedom) were used
for each of these groups. A series of independent t-tests were used for each racial/ethnic category
to examine the mean expulsion rates between schools with and without AVID programs. Black
students in schools with AVID programs (M = 2.80, SD = 40.64) were significantly more likely
to be expelled compared to Black students in schools that do not have AVID programs (M =
-15.57, SD = 11.25), t(33.42) = -2.38, p = 0.02, d = -0.62. The difference in expulsion rates for
multiracial students in schools with or without AVID programs nearly approached significance,
t(58) = -1.87, p = 0.07, d = -0.48. Multiracial students in schools with AVID programs (M =
-1.97, SD = 6.52) were slightly more likely to be expelled compared to multiracial students in
schools without an AVID program (M = -5.50, SD = 8.06). The difference in expulsion rates for
White students in schools with or without AVID programs nearly approached significance, t(58)
= -1.85, p = 0.07, d = -0.48. White students in schools with AVID programs (M = -32.87, SD =
26.21) were slightly more likely to be expelled compared to White students in schools without an
AVID program (M = -45.23, SD = 25.55).
There was no difference in expulsion rates between Hispanic students in schools with and
without AVID programs, t(34.91) = -0.31, p = 0.76, d = -0.08. There was no significant
difference in expulsion rates for Asian/Pacific Islander students in schools with and without
AVID programs, t(58) = 0.67, p = 0.51, d = 0.17. There was no difference in expulsion rates
between Native American students in schools with and without AVID programs, t(34.91) = 1.57,
p = 0.13, d = .40. See Table 4 for a summary of all results.
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Table 4
Student Expulsion Rates in Schools with and without AVID Programs by Racial Group
AVID program
M (SD)

Black
Hispanic
White

No AVID program
M (SD)

2.80 (40.64)

-15.57 (11.25)

Mean Difference
Between
Enrollment and
Expulsion Rates
18.37

-13.33 (7.85)

-14.77 (24.46)

1.44

34.91 ª

-0.31

-.08

-45.23 (25.55)

12.36

58

-1.85

-.48

1.67

58

0.67

.17

3.53

58

-1.87

-.48

1.10

30.01 ª

1.57

.40

-32.87 (26.21)

Asian, Pacific
-13.50 (9.56)
-11.83 (9.67)
Islander
Two or more
-1.97 (6.52)
-5.50 (8.06)
races
Native
-1.33 (3.82)
-0.23 (0.50)
Americans
Note. * p < .05; ª Levene’s correction for unequal variances used

df

t

33.42 ª

-2.38*

-.62

Summary of Findings
Table 5
Analysis Results for Suspension and Expulsion Rates
Hypothesis
Ho1: There is no statistically significant difference
in the suspension rates between Students of color
and White students in racially diverse secondary
schools that have implemented AVID and racially
diverse secondary schools that have not
implemented AVID.
Ho2: There is no statistically significant difference
in the expulsion rates between Students of color
and White students in racially diverse secondary
schools that have implemented AVID and racially
diverse secondary schools that have not
implemented AVID.
Ha2: There is a statistically significant difference
in the expulsion rates between Students of color
and White students in racially diverse secondary
schools that have implemented AVID and racially
diverse secondary schools that have not
implemented AVID.

Racial/Ethnic
Group
White:
Asian, Pacific
Islander:
Two or more races:
Native Americans:
Black:
Asian, Pacific
Islander:
Two or more races:
Native Americans:

Mean
Difference
1.53
1.43
1.67
0.03
4.93

p > 0.05
p > 0.05
p > 0.05
p > 0.05
p > 0.05

1.67
3.53
1.10

p > 0.05
p > 0.05
p > 0.05

Black:

18.37

p < 0.05
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p-value

d

Chapter 5: Discussion, Implications, Recommendations
Students in the U.S. have experienced racism for decades and the discipline gap between
students of color and White students has reflected this racism (Grace & Nelson, 2019; Gregory et
al., 2016). In 2014, the U.S. Department of Education’s Office for Civil Rights reported that
Black students represented 15% of all students but 36% of expelled students and 44% of students
who have been suspended more than once (U.S. Department of Education, 2014). Several
programs have been designed to decrease barriers for marginalized students and address the
education gap between students of color and White students (DeMatthews, 2016; Goines et al.,
2017; Gregory et al., 2016). One such program is Advancement Via Individual Determination
(AVID), and it has accomplished this through helping marginalized students think critically,
collaborate, and set high expectations (AVID Center, n.d.; Kolbe et al., 2018). This study
inquired whether there was a statistically significant difference in the suspension and expulsion
rates between schools that have implemented AVID and schools that have not implemented
AVID. The suspension and expulsion outcomes of students of color and White students in
racially diverse Minnesota secondary schools that have and have not implemented AVID for
three or more years were analyzed.
Research Questions
RQ1: What difference, if any, is there in the suspension rate between students of color
and White students in racially diverse secondary schools that have implemented AVID and
racially diverse secondary schools that have not implemented AVID?
RQ2: What difference, if any, is there in the expulsion rate between students of color and
White students in racially diverse secondary schools that have implemented AVID and racially
diverse secondary schools that have not implemented AVID?
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Hypotheses
Ho1: There is no statistically significant difference in the suspension rates between
students of color and White students in racially diverse secondary schools that have implemented
AVID and racially diverse secondary schools that have not implemented AVID.
Ha1: There is a statistically significant difference in the suspension rates between students
of color and White students in racially diverse secondary schools that have implemented AVID
and racially diverse secondary schools that have not implemented AVID.
Ho1: There is no statistically significant difference in the expulsion rates between
students of color and White students in racially diverse secondary schools that have implemented
AVID and racially diverse secondary schools that have not implemented AVID.
Ha1: There is a statistically significant difference in the expulsion rates between students
of color and White students in racially diverse secondary schools that have implemented AVID
and racially diverse secondary schools that have not implemented AVID.
Conclusions
When examining suspension rates between schools with AVID and schools without
AVID programming, no statistically significant differences were found for any racial/ethnic
categories. The mean difference for Hispanic students nearly approached significance, t(35.17) =
1.84, p = 0.07, d = 0.48. Hispanic students in schools with AVID programs (M = -2.97, SD =
6.18) were a little less likely to be suspended compared to Hispanic students in schools without
an AVID program (M = 3.70, SD = 18.86). These results parallel previous research in the field
focused on students’ academic achievement. For example, participation in AVID positively
affected students’ Texas Success Initiative scores for first-generation Hispanic students at an
urban high school in southern Texas (Morley et al., 2021).
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The results suggested that Black students in schools with AVID programs (M = 2.80, SD
= 40.64) were significantly more likely to be expelled compared to Black students in schools that
do not have AVID programs (M = -15.57, SD = 11.25), t(33.42) = -2.38, p = 0.02, d = -0.62. The
difference in expulsion rates for multiracial students in schools with or without AVID programs
approached significance, t(58) = -1.87, p = 0.07, d = -0.48. Multiracial students in schools with
AVID programs (M = -1.97, SD = 6.52) were a little more likely to be expelled compared to
multiracial students in schools without an AVID program (M = -5.50, SD = 8.06). The difference
in expulsion rates for White students in schools with or without AVID programs nearly
approached significance, t(58) = -1.85, p = 0.07, d = -0.48. White students in schools with AVID
programs (M = -32.87, SD = 26.21) were a little more likely to be expelled compared to White
students in schools without an AVID program (M = -45.23, SD = 25.55). There is a possibility
that high turnover rates in schools meant that staff who were trained in AVID left their schools.
Teacher turnover would produce less accurate data between schools with and without AVID.
The results from this study are contrasted with previous research in the field, which finds
AVID to be an effective academic-oriented program for different student demographic groups
and different school types (Goines et al., 2017; Morley et al., 2021; What Works Clearinghouse,
2010). The AVID program has proven to be effective in assisting Black male students in
overcoming obstacles such as dealing with prejudice in the classroom (Goines et al., 2017; Kolbe
et al., 2018; What Works Clearinghouse 2010). Additionally, AVID programming has enhanced
students’ executive functioning skills, which are skills that enable students to tolerate frustration,
avoid distraction, and stay focused on their goals (Wilson et al., 2021).
A suspension reduction policy was put into effect and school staff’s discipline decisions
were measured regarding the number of children receiving suspensions and the suspension
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discrepancies between majority-Black schools and other schools using annual school-level data
(Trinidad, 2021). Racial suspension discrepancies were maintained while suspensions reduced
overall, according to Trinidad, because of the way the suspension reduction policy changed how
school staff disciplined students. High- and low-suspending schools can be distinguished by the
authoritative climate’s structure according to regression analyses that examine school-level
poverty and student population into account (Heilbrun et al., 2018; Trinidad, 2021). Schools with
high levels of structure have lower suspension rates overall as well as a smaller disparity
between Black and White students’ suspension rates (Heilbrun et al., 2018). Overall, schools
with a high amount of structure throughout the culture of their school have lower suspension
rates, and in some cases, have smaller racial disparities (Heilbrun et al., 2018; Trinidad, 2021).
Predictions show had the COVID-19 pandemic not intervened, suspensions in California
K-12 public schools would have hit an estimated 330,304 in 2019-20, which at a 6.8% drop
would still have been lower than the actual recorded suspensions in 2018-19 (Arundel, 2022).
Additionally, we find evidence that districts with greater racial discipline gaps also have greater
racial achievement differences (and vice versa) (Manassah et al., 2018; Pearman et al., 2019).
Black students had a suspension rate of 11.78 per 100 students in 2019-20 in California and the
anticipated suspension rate for Black students was 16.70 per 100 (Arundel, 2022). Racial
achievement gaps, school dropout rates, and engagement with the juvenile justice system are all
directly impacted by school discipline (Manassah et al., 2018; Pearman et al., 2019).
The results from this study aligned with the literature review; there is more research
needed focused on discipline gaps, racial disparities, and achievement gaps within schools
(Annamma et al., 2014; Colgren et al., 2015; Murrar et al., 2020). Black students made up the
largest percentage of suspensions in AVID and non-AVID schools while Hispanic students made
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up the largest percentage of expulsions in non-AVID schools. Data from this study were
disproportionate to the percentage of Black and Hispanic students throughout the schools overall.
Non-AVID schools contained 16% Black students and 20% Hispanic students while AVID
schools contained 28% Black students and 15% Hispanic students. African American and Native
American students were the most frequently disciplined race in schools by a large margin across
every category (Martin et al., 2016). Lastly, upon first discipline encounters involving students
with emotional behavioral disorders, African American students and Hispanic students receive
more severe discipline compared to White students (Blake et al., 2020).
Implications for Practice
The following implications for practice come primarily from the literature review and not
the researcher’s findings specifically. Since 1973, the racial disparity in school discipline,
particularly suspension rates, has nearly doubled (Blake et al., 2016). Most teachers appear to
have a substantial and recurring difficulty with classroom behavior, and cultural
misunderstandings frequently exacerbate behavioral issues (Alexander, 2009; Anderson & Ritter,
2017; Bean, 2013; Blake et al., 2020). The reasons why students of color are being
disproportionately disciplined must be identified and addressed. School staff members need to
document the reasons why suspensions and expulsions are being assigned to students to better
understand the cause of the discipline inequities. Data collected may include time of day, course,
instructor, location, and infraction type. Gathering these specific data points over time will allow
school staff members to identify trends. Districts may benefit from hiring staff members or
consultants with diversity, equity, and inclusion expertise to guide the school staff on the data
collection, analysis, and interpretation. Data collected should be utilized for determining
professional development initiatives and for making goals and improvement plans.
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Cultural intelligence is a crucial component of lowering racial disparities (Gregory et al.,
2016; Sanders et al., 2021; Young et al., 2018). Districts may invest in diversified mentoring
relationships. Mentors in diversified mentoring relationships may become more culturally
intelligent and empathic because of exposure to the circumstances and difficulties faced by their
lower power protégés (Young et al., 2018). Diversified mentoring relationships, even those with
brief durations, may have an impact on developing cultural intelligence and empathy (Young et
al., 2018).
A strategy to lower racial disparities within a school is to increase diversity in the teacher
workforce (Plachowski, 2019). The overwhelming Whiteness of teacher education
disproportionately disadvantages students of color (Souto-Manning & Teacher of Color
Collective, 2022). The direct racism experienced by students of color can be disrupted by a
diversified teacher workforce that serves to prepare all students in an increasingly diverse society
(Plachowski, 2019). Schools are encouraged to develop and implement a Positive Behavior
Interventions and Supports (PBIS) system to improve discipline management. PBIS includes
clear set of expectations by which all students must abide. Specific interventions, based on the
antecedent of the behavior, would be assigned to address areas of growth. Progress monitoring
and documentation would be implemented to track growth or lack thereof.
Recommendations for Future Research
There continues to be a lack of research studies exploring the relationship between racial
discipline gaps and programs such as AVID. Most research surrounding the racial discipline gap
focuses on the problem of the gap itself, as opposed to the cause of the gap and implementing
programs that address the gap. This is a stark contrast to the lived experience in K-12 education
as schools vigilantly focus on how to fix racial inequities. If researchers study why there is a
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discrepancy between disciplinary actions for students of color and White students, practitioners
will better understand how to address and correct the actions.
Future research should also isolate the impact AVID has had on students who
participated in the AVID program within their school as opposed to students who did not
participate in AVID. AVID is used differently in schools, sometimes AVID is a class itself while
other times AVID is a school-wide system that influences the staff interact with all students. A
study designed to isolate participation in AVID could focus on measuring the influence
participation has on discipline data.
Additional research should be conducted on the relationship between the discipline gap in
education and teachers’ level of cultural competency. Research is needed to investigate the
differences in levels of cultural competency between individual teachers within a school
building. Results may find that a school could be perceived as having high cultural competency
while some of its teachers have low cultural competency or that individual teachers have high
cultural competency; yet, the school has low overall cultural competency. Furthermore, if
differences exist, a study focused on why some schools score high or low in cultural competency
while some teachers within those schools score high or low might provide insight regarding a
remedy that could narrow the racial discipline gap. Although AVID prepares students for
graduation and college success, teachers in schools may not be culturally competent and
therefore continue to engage students inappropriately. More specifically, the school could be
conducting AVID training appropriately, however, lack of cultural competency could be causing
a gap in disciple between White students and students of color.
This study focused on AVID and the discipline gap within racially diverse secondary
schools in Minnesota. Most of the schools that had implemented AVID programs were located
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exclusively in urban school districts with much higher students of color populations compared to
suburban and rural districts. Further studies could be completed with a larger sample size by
including more urban school districts and additional states. Further studies could also focus on
early interventions for students in elementary, kindergarten, or middle schools.
A qualitative study could be conducted to elicit richer, more detailed perspectives of the
students and/or teachers. Observations or interviews could be conducted to provide further
insight regarding student and teacher lived experiences. Data after the COVID-19 pandemic
could be collected to gain the most updated information. The COVID-19 pandemic
disproportionately affected people of color, which has led to a plethora of negative outcomes.
Concluding Comments
The goal of school reform is to transform the way education is conducted in the U.S. The
imperative nature of racial inequities has caused schools to seek quick fixes. However, continued
research is needed to identify why the racial disparities are occurring and how we can address the
inequities. Research regarding cultural competency and racial disparities is lacking in secondary
education. Cultural competency research suggests the need for creating an equitable environment
to best serve the increasingly diverse student populations in the United States.
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